DOCUMENT RESUME
ED 219 292 , SO 014 000

AUTHOR Eyler, Janet;'Ehman, Lee H.
TITLE Relationships of Student Political Attitudes and

Group Characteristics to the Roles Students Choose to
Play in School Groups. '

PUB DATE 23 Mar 82

NOT 59p.; Paper presented at the Annual Meeting of the

T American Educational Research Association (New York,
NY,; March 23, 1982).

EDRS PRICE MF01/PC03 Plus Postage.

DESCRIPTORS *Educationa} -Environment; Group Behavior; Grc
Structure; *Institutional Characteristics; *Political

' Attitudes; *Political Socialization; Politics; Schaol

Size; Secondary Education; Social Science Research; ™.
Socicecondmic Status; *Student Attitudes; Student )
Behavior: Student Organizations; Student

Participation; Student Role

ABSTRACT —— |
This study examines the role of the high school as a

political environment in which students may acquire experiences which
contribute to the development of their political competence. The

aper explains the objectives of the study, discusses the methods
used, describes the schools in which data were gathered, reports the
findings, and identifies areas for future study. Specifically
examined is the relationship of political attitudes to participation
in school groups and to the types of participation students engage in
within groups.. Also examined are differences in the political
characteristics among groups that may have an impact on the
experiences students have within groups and on the skills they
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INTRODUCTION

This study examines the role of the high school as a political environ-
ment in which students may acquire eiperienées which contribute to the develop-
ment of their political competence. The whole school is not considered an
‘agent’ of political socialization, but is conceived of as a political sys:em,

a collection of settings which students seek out as testing grounds for their

‘social and political roles. The.competence building experiences students have

will be shaped by their own predispositions towards participation and by the
characteristics of the groups they happen to participate in.

Using longitudinal data gathered in 1974, 1277 and 1976, the study exploreé
the pol%tica]hattitudes students bring with them tg high school and how these
attitudes shape their tendency to participate or not in high school activities,
to seek out politically re]evant groups, and to choose particular roles and
leyels of activity within these groups. Also described are some of the dif-
fe}ences in political characteristics among groups which may be expécted to
shépe the opportunities students have to increase thei; political skill and
understanding. Finally, an attempt to assess the impéct of school size and SES

composition of the school on attitudes and participation is made.
POLITICAL ATTITUDES AND THE CYCLE OF POLITICAL COMPETENCE

The place of the high school in the political socialization process has

_been in doubt. Political attitudes such as political interest, confidence,

(efficacy), trust and integration have long been considered important outcomes
\ .

of the policication socialization process; they have been linked with adult

political behavior. (Lane, 1959; Milbrath and Goel, 1977) But these attitudes

are not thought to undergo major change during high school. Studies have shown
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that many basic politica! attitudes apbro adult leveis by 8th grada and
are ‘relatively stable after that. (Hess :j§ Torney, 1957) High school in-
struction does not appear to have much impact on these attitudes. (Langton
and Jennings, 1968; Ehman, 198Ca) Even participation experiences spe.:fically
designed to involve high school students in political action have had limited
effect on such attitudes as political efficacy. (Jénes, 1974) Earlier analysis
T ‘  of the longitudinal attitude data used in this study was consistent with these
findings; general and school political attitudes are remarkably stable across
the three years of high school. (Ehman, 1980t) - \
It would appear that development of positive political attitudes is not
- the political socialization task for the high school years. These attitudes
may, however, h; an important element in the contiﬁhing socialization pro;Lss.
It is useful to apply M. Brewster Smith's model of personal competence to
political competence and to think of it as a two-stage process. There is a
basic Eore of ‘attitudes such as trust, confidence, integration and interest. and
a behavioral céﬁpgnent of "habits, skills and abilities that are required to
translate hopeful expectations and active orientations into effective behaviors."
(Smith, 1969)
f\\\k7 For Smith, growth of competence is a cyclic process. The individual with
positive predispositions will seek dut experiences that enhance the development
of ski1l and understanding; this behaviorg] competence- will in turn increase or
maintain the positive attitudina]”bfédfgpositions that launched the activity in
the first place. A person without positive predispositions will be less likely
to have the experiences which would increase skill and perhaps enhance th; sense

of self-confidence and interest that predispose to action. (Smith, 1969)

Students are faced in high school with a wide array of group settings in

which to acquire and enhance the "habits, skills and abilities" that translate




positive predispositions into effective behavior. Entry into these groups is
voluntary, and the level of activity and the type of participant role the
student chooses to play are also voluntary. Students may be nominal members or
participate more aQEizfly--planning and directing group activity, articulating
points of view, evaluatling alternatives, involving others in groups work and
performing other such tasks that contribute to their’skill and to their under-
standing of how groups work.

Groups may also differ substantially in their political characteristics.
Ce,tainly groups associated with the governance process such 1s student cquncils,
executive advisory groups and the like will offer more opportunities for the
practice of decision-making skills than other school groups and they'may attract
students with more positive political predispositions<”/ﬁfﬂer group character-
istics, such as the concentration of leadership, the degree to which most members
actively pa;iicipate, and the decision rule used within the group, will also
affect the experience the participant is likely to have and shape the skill and
understanding that results from this experience.

There is some fragmentary evidence in the political socialization liter-
ature to suggest that group participation in high school has a positive impact
on political skillfulness (Barker and Gump, 196¢; McPartland, 1971) or on further
community activity (Marks, 1958; Bennett, 1956), but this remains a largely
unstudied area. ‘

Because the high school political arena is made up of a collection of
voluntary associations, the possibility-for any individual student to enhgﬁae
the level of political skill and understanding through activity, depends on

“that student's willingness to enter into group settings. If Smith's notion is
correct, then it is those studénts who enter high school with the basic.core

of positive predispositions that make up the first stage of competence who are




more 1ikely to seek out these competence building experiences. If po]iticaf
attitudes developed prior to high school affect the participation experiences
selected by students then educators cannot rely solely on the extracurricular
program to achieve effective political education. Without systematic attempts
to develop these skills in all students, one can expect the relatively politi-
cally competent to become more so and the less competent to be left behind.
The issues addressed in this study thus have important implications for social

studies educators.
* EXPECTATIONS OF THE STUDY

In this study, we will examine the relationship of political attitudes--
measured with both the general society and the school as referent--to the fact
of|participation in school groups and to the types of participation students

—_ ~
engage in within groups. Also examined are differences in the political charac-
teristics among groups, differences that may be expected to have an impact on
the experiences students have within groups and on the skills they develop.
Although the focus of the study is on thé relationship between attitudes and
behavior, we also examine soﬁe limited evidence that suggests a link between
participation and political awareness and understanding. Finally, since both
school size and SES have been linked with attitudes and participation, we will
explore the effect of these variables in oursample. .

We expect the following results:

1. Political attitudes will be related to the decision to participate

in school groups; this relationship will be stronger for school attitudes

than for general attitudes. This relationship is expected to hold for

each of the three years in which data were collected (1974, 1975 and 1976),

and earlier attitudes are expected to be associated with participation,

Ve
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in subsequent years. These gﬁtitudes will be associated with the
number of groups students participate in as well as with the simple

fact of participation.

2. The socio-political attitudes will be more closely related to
the decision to participate in governance groups such as §tudent
councils than to other group participation. Political attitudes of
interest and confidence will be particularly strong predictors of

governance group participation.

3.. The socio-political attitudes will also be related to the types

of participation students seek out within the activity g;oups.

Attitudes will predict intensity of participation; this should be
particularly true of the political attitudes of interest aﬁd confidence
within the more overtly political school governance groups. Attitudes
may also be relatdd to the particular kinds of roles that students
choose to play within groups. Attitudes will a]so‘be related to student
schoolwide and group office holaing. Again the political attitudes of
interest and confidence should pe the be;t predictors of these leader-

ship roles.

4. Groups are also expected to diffef in such political characteristics
as concentration of leadership, degree of widespread_participation, and

type of decision rule.

5. Students who participate will differ from non-participants in their
awareness of the school political process; their perqeptions of how the
process works; and in their sense of_ how the process should optimally

work. This suggests a poséib]e impact of participation on political

understanding.

N




6. The impact of the SES of the school (lower to lower middle

vs upper middle to upper) on student participation will also be
examined. We would expect a lower degree of participation in lower
SES schools resulting from less positive predispositions to parti-
cipate as measured by the socio-political attitudes. We would not,
however, expect SES of the schodl to affecf/the link between attitudes
and participation. This is consistent with findings in. political
socja]%zatioh feséarch that show political attitudes to have an effect
ihdependent‘of social class, a]tﬁough ihey are themselves affected by

SES. (Milbrath and Goel, 1977)

7. School size is expected to influence level of participation in
school groups. Size should not have an impact on the relationship
between attitudes and participation within tha school.

/
In the following sections of the paper, the methods used in the study .

will be discussed; the schools in which the data were gathered will be des-
cribed; findings will be reported; and implications for furiher research and

practice identified. ']




METHODS OF THE STUDY

In this section,i%rocedures used in the study wi]] be explained. School
selection, questionnaire development, and data collection procedures are in-

cluded. _

School Selection

Thirteen secondary schools were selected for primary.da@g collection
in the Spring of 1974.° In additfon, two secondary schools not in the priﬁbry
data collection group were selected for pilot testing of instruments. Selec-
tion of all schools was made on the basis of convenience and accessibility, -
plus their place within a framework of desired characteristics outlined below.
Each sghod] had to be close enough to the researcher's’base for reasonab]e/

travel times. An attempt was made to select groups of schools within rela-

tively close proximity of one another to make travel most efficient.

Access &as~a prime consideration in selecting schools. In each case,

14

following an initial mail contact, the school principal was asked whether he
or she would be willing to support our research efforts by participating in
the study.

" After a group of accessible schools had been identified, a brief
questionnaire, filled out by the principal, was ana]yzeﬁ for preliminary
information about the size, general social status, and internal organizational
characteristics of the school. A grid of school characteristics was then
constructed for selecting schools across a range of size, urp?n-rural, and
organizational school types. Information on the latter characteristic was
tentative, but-the intent was to obtain as.much variation as possible in the

schools we seletted.




After the preliminary selection process was complete, mail, telephone,

and personal inquiries were made about the school's participation in the study.
Those schools declining participation after personal contact were replaced by
schools with similar characteristics. Finally, thirteen schodls were selected

in this manner. Descriptions of the schools are found below.

Qggstidhnaire and Observation Instrument Development '

,

Questionnaires were developed tc assess student attifudes, school

system political characteristics, and within-school group political charac-

_ﬁféristics. These three questionnaires were drafted ahd pilot tested during
January, 1974, in the two pilot test schoois. One wa§ a small rural school of
335 students, the other a large school of 4,000 students in a community of 50,000.
Approximately 250 questionnaires of each t}pe were qgminiétered to a random
sample of students. -

Based on analysis of marginal response distributions for all questions,
and factor analysis of the original 132 attitude items, the questionnaires were
revised. These revised instruments were used in the 1974 data collection. Some
ifems were trimmed out of the original 1974 instruments for use in the 1975 and
1976 followup data collections.

Selected schooj political characteristics f(ém the system level !
questionnaire were used iﬁ this analysis. They aré described in the findings i

section where appropriate. |

Measurement of Socio-Political Attitudes

Of particular interest in this study are the socio-political attitudes
of the high school students. Four basic attitudes, which commonly appear as

dependent variables in political socialization research, were included in this

research; social trust, social integration, political interest and political




confidence. Each attitude was measured with regard to two referents--the

society in general and the studep;s' own school. For political confidence,
for example, there is a seﬁarate measure for po]itica] confidence with respect
to school political arena. In the case of trust, there are three separate '
attitude measures: trust in people generally, trust jn school adults, and
trust in other students.

Trust referg to the belief that human behavior is consistent and

governed by positive motivations such as principles like justice. Jennings
- 0 !

. and. Niemi (1965), in summarizing°cross-jfctiona] school research, suggest that

children's trust of national political jgures and processes is high in the
elementary school years, but this trust érodes during junior and senior high
school, and is replaced by increasing cyn%cism in adult years. Ehman\(]970)
confirmed the high school trust erosion phsnomenon‘yith 'ongitudingl data.

Each attitude item was followed by a 5-point scale from Strongly Agree

to Strongly Diségree. Three of the items used to measure trust in this study

. \“ﬂ‘

S P N —

are: B \ ,

(1) What peopie tell me and what they actually do are two

completely Qifferent things.

(2) Student; Jin my school usually keep the promises they

make to others.

(3) Most teachers don't care about what happens to kids.

Integration refers to the belief that one is connected to one's social
environment, and not cut off or alienated from it. \pdttle research on students'
sense of‘intégration in secondary schools has been conducted, despite the exten-
sive and popu]ak educational writing about a]ienation:of school youth. Ziblatt
(1965) found that participation in high school activit%@s was associated with

\
feelings of integration in the high school status systeﬁ.
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Example items used to measure integration are:
(1) What I do doesn't matter to anyone but me.
(2) There are a lot of people in this schcdl who I care about.

Political confidence is defined as the belief that one's actions can

/

have an effect on political activities and decisions. It is analogous to, but’
more general than,;the ioncept political efficacy. Almond and Verba (1963)
found in a croﬁs-cultural study that student verbal pa}ticipation in school
classes (and other social settings) was associated with adult feelings of
competence to unHerstand and act in the political arena. Easton and Dennis (1968) /
summarized the nesearch re]aEing to political efficacy, and found early develop-
ment of this attitude in pre-h%gh school students, as eér]y as the third grade. |
They suggest that this might offset the growth, durin§ adulthood, of frustration,
disillusionment, and rising cynicism with participation in a modern mass politi-
cal system.‘ Stentz and Lambert (1977) take issue with the validity and relia-
bility of the scales used in these studies to measure poTitical efficacy, and
develop a new measdéeiwhich is similar to that used in the present study.
Two items to measure political confidence are:
(1) People like me can influence political decisions.

\
(2) If I disagree with a school rule, I am able to do something

N

to help change it. \

Political interest refers to the set of beliefs that predispose one

to respond positively toward political situations. An attitude of interest
toward political activity and situations is a logical base on which individual
political behavior must rest and is another important school-related dimension

for study.

[ 7Y
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Two of the items Lsed to measure thjs attitude are:
(1). T am usuadly inierested in po]itica]jnatters.
(2) I would like to figure out how decisions are made ip

..our school..
"The attitude scales were composed of a total of ‘64 items which were
the result of two field tests,‘peginning with 132 items. There was an equal
number of po§itive1y and negatively worded items on each scale. The final
items were factor-analyzed, using an oblique rotation, and the resulting factor

~

N —
structure lent strength to the construct validity of the attitudes discussed

’above (Ehman & Gi]]esp}e, 1975 ). Cronbach alpha coefficients for the nine

scales for the three guestionnaire occasions range from .60 to .88, with only
two instances below .70. ",

Another kind of evidence for the construct validity of 'the attitudes
comes from a comparison of the factor structures for the attitudes across the
three data collection period;: Although space precludes a complete presen-
tation of the data, it was found that the sfabi]jty of the attitude structure
fsﬁ the students having complete questionnaires for all 3 years was remarkably
high: A factor comphrison yielded cosines--interpretable as correlation coeffi-
cients of the fit between fa. .or structures across time--of “above .95 in all
cases. Thus, the attitude structure, or the relationship of the attitudes to
one another, is quite permanent by the high school age. This does not mean -

that an individual's actual attitudes do not change over time, but it does

“ mean that we are dealing with a coherent, and stable, set of attributes.

An examination of the stability of the‘individuél attitude scores,

rather than the structure of the set of attitudes, confirms the picture already

drawn. Correlations for 1 year -to the next are high and consistent, and the ™ -

2-year correlations are slightly lower in most cases. These correlations for

¥
the-nine attitudes range from .39 to .70, with a mean correlation of .55.

13
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The attitude measures used in this paper, except where otherwise
\
noted, are factor scores which take the form of z-scores, witi 1975 means of: ~j!&

3
0.0 and a 1.0 SD for each attitude.

Data Collection

Data for the study were collected during the Spring of 1974, and again
in 1975 and 1976 from the same schocls and students. Thirteen schools partici-
pated in the study the first year. Three schools declined toﬂparticipate dﬁ}¥;g
1975 and 197¢ Two urban schools were of medium size (1000-20b0) and had racially
integrated student populations. Four schools were suburban, large (2000 or over),
and had predominantly (95 percent) white studgpts. One urban school was laége
and had predominantly black Students. One school was small, suburban, and had
predominantly white students, and two schools were sma.1, rural, and had pre-
dominant]y\white students. ‘

Approximately 200 students from each school were randomly sampled
either through name lists for each grade, or through reguired classes at each -
grade level. Questionnaires were administered either to.the entire 200 students
i an auditorium or in individual classrooms. The sample mortality for students

was 39 percent from 1974 to 1975, and 68 percent from 1974 to 1976. School drop-

outs, residential mobility, school absence, and refusal to respond to the 1975

and 1976 questionnaires appear to be major factors in explaining this mortality.

The precise distribution of these factors among students across the 10 schools
is not known, but dropouts and mobility from the school districts appeared to
account for about 31 percent of the mortality. Absences and early graduation
appeared to account for another 15 percent. The final number for which complete
data over the three guestionnaire qdministrations was available was 339 out of

the 1,061 total students in 1974 who could possibly have responded in 1976.

™
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The school system characteristics questionnaire contained the
following question: |

Most activities in schools are carried out in groups. For

example, clubs, touncjls, committees, and even academic

classes meet and make plans and;decisi;:;. Meetings such

.,as these méy be conducted by students, teachers or adminis-

trators. Please list up to five groups which you think

are most actively involved in planning and making important

decisions in your school. Please list the complete name of

the group, or at least clearly describe it.
Responses to this question were tabulated for each school, and the results
formed the basis for deciding which groups within each school to study as
"behavior settings." Two or three groups in each school were selected for
observation. In each group; one or two meetings were observed to code
decision-making and role behavior of individuals. The members of each group
weréleso asked to respond to the behavior setting questionnaire, which asked
for group political characteristics as well as role nominations of others in
the group. Thirty-four groups were surveyed by use of the behavior sétting
questionnaire. Selected political characteristics of groups have been used
in this analysis, and will Se described when findings are presented. Not all
34 groups were observed for role behavior\because of time constraints on the

research team.

| 7Y
Ut
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DESCRIPTION OF THE SCHOOLS AND STUDENT GROUPS

School Descriptions

In this section of the paper, a brief description of each of the
thirteen schools is presented. In addition to a few comments about size,
student ethnic grcup and social status compo;ition, and geographic character,
the school and the student groups will be described in political terms, so
that the kinds of salient issues, governance patterns, and in%]uence styles

“are characterized. |
- 5chool UH. This is a small laboratory school for a midwest state ’
teacher's college. It has grades 9-12, and about 460 students, of whom (
about 5% are from racial minorities. Students are admitted to the school
from a cross-section of the community of about 100,000, and surrounding rural ’
areas, T;e students are typically from wrofessional, middle class homes,
aTthough there is a wide range of social stafus represented in the school.

The school system questionnaire which each student responded to
contained the following question: _

Think of your school as a whole. Sometimes decisions are

made which affect almost everyone in the school. For

example, dress codes, smoking policies, or decisions about

-
new courses affect many students, teachers ind admMistrators k ; :
in a schoel. In the following spaces, please list three \j
‘ schoo]-w?Ze decisions which havz recently been‘or are now /
being made in your school. ' . /
In School UH, decisions most often mentioned had to do with administrative
policies, curriculum, and examinations. An optional final examination policy,
up to the discretion of the teacher, and a pass-fail grading option for juniors ’
and seniors in two of their courses, were two principally-mentioned decisions
Q in this category. These comprised almost 40% of all decisions mentioned by
g 16
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the 193 students in the sample at UH. This is a fair indication of the
ite, laboratory school. However,

academic orientation of this small, rather elite

the students also named an open-campus lunch and free period policy, and a

no smoking policy, as important issues
The student senate at UH is most often named as an influential group

This group had more power than did the student councils in any of the other
The senate was asked to participate in many important

12 schools in the study.
decisions, including the offering of new courses, as well as those listed above

The senate could initiate any new policy; although the principal had veto
power over their decisions, he reported that he had never exercised that power

Other student groups Studied at UH were the speech club, the school

paper, and the American Field Services Club, which participated in foreign
1 ]
0f these three, the school paper was engaged in political

student exchanges.
issues, especially in commentary and an analysis of several of th% current

and controversial school 1Ssues
School A. This school is in a middie-to upper’ middle class suburb
It is probably the most

of an eastern industrial city of more than 100,000
s in thz studyz There are 1,100 students in
Over 60 percent

~ffluent of all of the scho
grades 10-12 with virtually no racial minority representation

uf the graduates continue their education in four year colleges and universities

Compared with School UH, School A students found non-academic deci-
Most often mentioned recent decisions

<jons and issues to be most salient
involved schoo] rules, such as stricter enforcement of ha]] passes and no

smoking enforcement, and student priviieges, ranging from open study halls
Almost no academ1c issues were cited

for freshmen to open campus for seniors

as important.
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Three school groups, all representing po]itica]]& active studentg,
were studied in School A. The stuggnz7executive'group was the analogy to
student councils in other schools, or the sfudenp senate in School UH. The
executive group is composed of'nine students elected from each of-nine "houses"
within the school--three houses for each of the three grade levels in the
school. The political science club, with more than 50 members, was sponsored
by a very enfhﬁsiastic and capable government teacher. There was a]so\a
student teacher committee to advise the principal. ,

Schodl G. School G is in a working class to upper middle class -
suburb ofa midﬁé\tern industrjé] city o} more than 100,000. There are 1,645
students in grades'9-12 and less than 2% minority students; a very crowded
building requires a split class schedule, with one-half of the students
beginning school at 7:30 a.m., and the other half at 10:30 a.m.

As in School A, students were most concerned with school rules as
issues affecting them. A smoking area in school had recently been'revoked oy
the administration, and this issue dominated student concern. A recent dress
code was also mentioned often by thé students. Even though the school was
dramatically overcrowded, and the last of a long series of local bond issues
had failed recently, the students rarely cited this as an important issue.

* The school had two Student governance groups; a student council, and
a smaller student government committee, advisory to the principal. The
Spanish Club was often singled out by School G students as being very active
\ and important in school affairs, with frequent fund-raising and social events.
\\\But of all of the school groups, the P.1.G. group was thé most interesting and
Enjque. P.1.G. stood for "Pride in G------ ." The principal explained that
the\ﬁroup had started from a student initiative to clean Lp the rather old

and i]fﬁmaintained schooi building. The members campaigned and tried to use

\\\

\
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personal and peer influence to ma?? the school more attractive. Of all the
groups studied in the 13 high schpols, the P.I.G. represented a "grass roots"
movement which was used to mobilize political support for S specific social

goal in school. It certainly‘had its counterparts in the wider po]itiégl

sphere of environmental po]itio§. At the time of our 1974 data gathering,

the group represented the most prominent school activity. It was not evident

\
\

"during the 1975 and 1976 visits, however.
School L. This school has grades 10-12 and 1,740 students. It is

\
[}

the single public secondary school for a midwestern community of about 30,000,
and is set in rura]/surroundings. The students are from a broad range of social
status homes, with about 800 riding to school in buses from outside of town.
Almost none are minority students.

School L students named relatively fewer school decisions Fhat were
important than in most other schools. The two that stood out were equal in
frequency. The first was typicdl-a no-smoking policy. But the second was
cur}icular, and involved the recent decision to establish a phase-elective
English system. In this regard, then, School L is sim.lar to School UH in its
relative concern with academic issues, as compgred to school rules and student
privileges. ; .

\

' Only two school groups were studied at Schoo]\L; the large student

council with 32 members, and the Girl Reserves, a socia\]y—oriegted school

N

service group.

School U. This school has 1;600 students in grades 10-12, and is one
of five in a midwestern industrial city of over 200,000. A wide range of ethnic
minorities is represented, including students of Afro-American ana\Polisn-American
descént. City-wide integration h2s been achieved without court order. Students

are typically from working class homes.

\
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Over 60 percent of the decisions named important by the students had
to do with the sudden imposition of a wide range of rather strict rules and
withdrayal of student privileges. These included strict enforcement of the

smoking ban, hall passes, ban on congregating in halls and parking lots, loss

of the student louﬁge, and use of security guards. These measures had resulted

in a major fight with heivy racial conflict present. Even with the overriding
imporgance of this event, and the rules changes which ensued,. a number of
students also cited two curriculum-related decisions, one of which involved a .
change to a quarter grading system; and the other of which ¢1lowed students to
choose teachers and c]asges for the following year.

The student council was actually a student government class which
students attended for credit. With nearly 40 members, it was most often listed ‘
as an important school group. However, the letterman club was seen as nearly
as influential. This is probably due to the extensive money-raising activities
of this group, and their high involvement in the social fabric of the school.

As one might have guessed, heavy emphasis on sports is present at School u.

Schaol UA. This is an affluent suburban school in a large (over '
200,000) miqwestern city. With grades 10-12, the 2,000 students include very
few mino;ity representatives, and come from mostly middle-and upper-middle class
homes. \\

d?spite the fact that this is the highest social status school in the
sample, feW\academic or curriculum decisions were listed as important; Rather,
students 11sted student privileges as by far the most salient 1ssues, followed
by stricter ha]] pass system and a crackdown on smok1ng School groups identi-
fied as influential were the student council and the leaders, club.

School 0. This is in the same city as School U, and has a similar

racial, ethnic, and social status mix, although the proportion of Afro-American

students is somewhat higher (about 35%). There are 2,500 students in grades 9-12.
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.However, there are two separate "houses" within the school, with sepaiate

faculties, space, and programs. Only the budget and varsity sﬁarts are
shareq by both houses. The study included only one 6f the two houses.

Schoel 0 students cited virtually no academic oriented decisions, but
focused on rule enforceﬁgnt. New administrative policies in the areas of class
;utting, where parents were called personally in each instance, tardiness,
smoking, and hall passes were all listed relatively often. One could sense
the restrictiveness in School O's environment, as after eaéh passing bell thg
doors betwéen floors were locked and guarded throughout tﬁe day, and visitors
were escorted at all times. Only the.student council was studied at School 0.

School N. This school is in an affluent suburb of a very large

(1,000,000+) eastern industrial city. There are 1,500 students in grades 11-12.

They are predominately from middle-to upﬁer—mfdd]e class homes, and there are
almost no minority students in the school.

Tnis was a one-issue student body, and the issue was smoking. Much
confusion existed about the decision whether to allow smgking in a designated
area. Two previous po]%cies had established opposing answers to that question,
and the state degartment of public instruction had recently ruled that smoking
should not be allowed in school buildings. The students, who at the time of
the study had a designated area, were very upset and consumed by this one
decision. Of all the schools studied, School N was the most dominated by a
single issue.

The only student group studied at School N wis the.small student
executive group, which consisteﬁ of class officers plus a few other elected
representatives from other groups. The group met with and advised the prin-

cipal and superintendent, both of whom seemed to pay attention to their

concerns and oj-inions.
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School B. This is another schooi in a different suburb of the

same city as School N. It is a smaller school, with 900 students in grades
10-12, and working class and lower middle class homes are typically repre-
sented. There are few minority students in the school.

Three decisions dominated the decisjons named by School B students.
There had been a recent po]ic& institﬁted to allow open campus privileges,
so that students could arrive late or depart early if they had openings in
their schedules. A curriculum issue, having to do with mini-classes’ in histbry
was also cited, as was a sports-related decision, which was to change the
traditional football dance name and theme to include all sports.

‘ The two groups studied at School B both had to do with school
governance--the student council, with 21 members, and the much smaller student-
administrative committee, which included only six members--the class presidents
and the principal and his assistant. It was the impression from observation
that the T:tter group had considerably more influence in school affairs than
the student council.

Schoo] H. This is a small rural school in the midwest. There are
about 540 students in grades 7-12; many are from farm families bussed in from!'-
the surrounding area. The school population is very homogeneous--no minorities
are included.

The student council at School H was invested with considerable power‘
by the principal. The students cited the dress code decisions, made recently
by the student €ouncil, as by far the most imporEgnt in the school. The council
had recommended, and the principal had approved, the relaxation of the dress
code and the ban on long hair. The second most often mentioned school decision
was a crackdown in enforcement of the ban on smoking.

—
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The only other school group ratea as very influential was the
Future Homemakers of America, which was in the center of the school's social
and service life. It obviously reflected the small town school setting. Even
though the student council and F.H.A. were named as most influential, there
was heavy participation in a variety of other school groups. This participa-
tion was st}ongly encou;aged by the principal and teachers,

School C. This is_another small rural school from the same general
area as School H. There are 740 students in grades 7-12, but only 325 in
grades 9-12. The students 35mprise a less homogeneous group, as the town is
used increasingly as a bedroom community for a very large city aboﬁt 20 miles
away. A range of social status families are represented, although they are
still typically small town/rural. Few minority students attend the school. -

School C issues were also influenced by the strong student council.
The dress code and hair length relaxation had been established a couple of
years before the study, with the student council initiativeé having been crucial.
The students in the survey clearly remembered and appréciated this intervention
by a student group. Interestingly, the student council had more recently
initiated a class on drugs. Another curriculum decision had to do with the
“institution of a new spEcia] literature class, although the student council was
not involved. 70ther decisions had to do witi out of school conduct during
school hours, public displays of affecéion, and the smoking ban.

As in School H, there were a range of school groups that were impor-
tant to School C students. The Spanish and French Clubs had memberships of
45 and 40, respectively, and the letterman club had 90 members: The national
honor society was also seen as an important group. Given the small size of

School C, it is obvious that group membership and participation was at an

unusually high level.

N
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Scheel~MvaThis—is¥cﬁ§§ian:uﬂnm1L”in the same city as school UA.
It is a predominately Afro-American and working class family school, with' I e
very few white students--perhaps 2 or 3 percent of the total population.
There are about 2,200 students in grades 10-12, In terms of school resources;
it is probably the least affluent school in the study. v
/ School M was dominated by school rule issues, although like Schools
U and 0, relatively few total decisions were listed. The no.smoking rule was
most often mentioned, with school entrance/exit restrictions next most fre-
quently cited. {A]] outside doors were locked and chained except for the
_guarded‘fronf entrance. This was done to prevent access by undesired non-school
persons. ) *
School M had a student council and $tudent executive group which were
named by many students as influential. However, the national honor society
actually turned out to be more a student leadership group than these other two.
The principal had decided that he wanted the academically able to provide
school leadership, and leaned heavily on the national honor society. It was
as much or more a school governance group as it was an honorary.‘ It might
also be pointed out that School M was a sports power in its staé@ in several
sports. For two of the three years during the study the s;hool's male basnet-
ball team participated in the state championshyﬁs.
School GC. This is in a small city (about 30,000) near the large
city in which Schools M and UA are situated./ There are about 2,400 students

in grades 9-12; most are from lower-middle class and middle class homes. Few

minority students attend the school.
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School GC students were most concerned with the very familiar smoking

issue, in which they wanted a designated smoking area. The rest of the main
decisions mentioned centered around the school cafeteria. A juke box had been
removed by the principal as a pdnishment for general messiness in the cafeteria,
and the student council was attempting to get it back. The students were aiso
dissatisfied witn thelquality of fooq, and wanted an open lunch policy which
would allow them off éampus if they wanted to eat elsewhere..

Of course, the student council was seen as influential in School GC,
along with the smaller student executive group, which was advisory to the
principal, and the Future farmers of America, reflecting the rurai setting of

<

the school.

Comments on School Descriptions ~

Two observations seem to emerge from a look across all thirteen
school descriptions above. Perhaps most striking are the differences between
small and large schools. Schools C, H and UH had fewer than 500 students, and
all were characterized by relatively high levels of student participation in
school groups. Also, the studen£ governamce groups in each of these schools
seemed very active and relativé]y inf]uenéia] in school affairs as compared to
the other schools.
—The decisions, or issues identified as most salient were also somewhat
different in small schools as compared to the largest. Some academically-oriented
issues were identified in the smaller schools, while in the larger schools issues
were almost exclusively concerned with either rules for student control, or
student privileges. Perhaps smaller schools are simply easier to manage, require
less manifest interest in rules and overt control mechanisms, and therefore

allow more student interest in more academic decisions. Pernaps, also, adminis-

tration in smaller schools feel "safer" to include students in the school

1
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decision-making process. While these speculations are highly tentative, they
do seem to fit the descriptive data that we have. School size might be a

very pertinent variable in the study of schools' political process.

Student Groups Descriptions

While the foregoing school-level describtions are useful as a context
for this ﬁ;;;;; we must focus attention on characteristics of groups within
schools. There are considerable variations among these groubs which also
help to set a backdrop for other analyses in this paper.

‘student roles within school groups. The two principal sources of evidence

concerning student roles in groups are rominations by students in groups and
researcher observations. The nominations data (in 33 of the 34 groups) were
stimulated by the following question (role labels have been inserted in all
capital letters; they did not appear in the original question):

People in a Qroup help that group in many ways. We would like

you ;o name up to three people whom you think of as contributing

in eéch of the ways listed below. You may use any person's name

more than once, and you should leave spaces blank if you can't

think of anyone, or can think of less than three people for any

one list. Please give both first and last names of the people

you list. You may use your own name.
a. This person is a real organizer; he or she knows

how to plan things so that they get done.
(ORGANIZER)

b. Whenever we are arguing or can't seem to get
along this person says or does something that

makes us laugh, or feel better.
(FACILITATOR)

g
(Sp)
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c. Althcugh this person may not always get a ot

of credit, he or she can be counted on to work

hard doing all the little things that have to

be done to make our projects succeed.
(SUPPORTER)

(=8

. . This person often feels very strongly about a
e particular idea and works to convince the group

that it would be the best choice.
(ADVOCATE)

e. This person helps us decide by pointing out
oth the good and bad poin*s of ideas or plans

we are considering.
(EVALUATOR)

f. This person makes everyone feéel that contributing
their ideas is important to the group. He or she

encourages others to share ideas.
(FACILITATOR)

Observations were carried out in 14 of the 33 groups with most of these
studied being student governance groups. Researchers tallied instances of
behavior in each role using the definition in Appendix A to guidé this obser;
vation.

. Evidence for the reliability of these data is presented as part of findings

in the following section.

T
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FINDINGS OF THE STUDY

The findings of the study largely conform to the predictions outlined
earlier in the paper. Attitydes are associated with both quantity and quality
of participation. The qn]y major finding that deviated from expectation was
the lack of relationship between school SES and level of participation within

the school. Results of the study are discussed below.

Attitudes are Related to the Choice to Participate in Groups

Attitudes are thought to be predispositions to action--the first stage
of the cycle of competence. Those studenls who have more positive attitudes
toward school and society in general could be expected to participate in school
group activities. For the sample-as a whole, this is true. For each of the
three years, the students were split into two groups--those who reported
membership in school groups and those who did not participate. Mean attitude
scores were computed for these two subcategories of students, and for each of
the three years, there were distinct and significant differences for each
attitude. Table 1 shows these differences.

Attitudes anq participation are related for each of the three years
studied. More important, perhaps, is the issue of whefﬁer attitudes and
participation in previous years are .related to participation ié subsequent
years. To test this notion, across-year correlations between attitudes and
pérticipation have been computed. The relationships across years are very
modéﬁt, but there is a more or "hess consistent pattern among them. First,
the relationships are all positive, as expected, with school attitudes of
political interest and confidence and social integration bein§ generally the
strongest. These correlations between the previous or current-years attitudes

and current years participation range from .11 to .33 with most around .20.
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Table 1--Mean attitude scores for participating vs. non-participating
students over three years (within-year comparisons)

Mean Attitude Scores -

1974 1975 1976

—— s cteea

Attitude for each year No Partic Partic No Partic Partic No Partic Partic

(N=202)  (N=545) . (N=]191) (N=560) (N=55)  (N:258)

General pol. interest -.36 7 -.38 .09 -.41 13
General social trust -.17 .09 -1 .09 J2 - .29
General pol. confidence -.12 .21 -.27 .18 -.09 .20
Geperal soc. integrytion -.27 12 -.22 A7 -.16 .25
School 'pol. interest -.40 18 ~42 .2 -.32 .24
School trust in students -.20 R -.28 -.03 .02 1
School trust-sch. adults -.29 15 Y9 .08 .00 .21
School pol. confidexée -.34 A7 -.48 .06 -.24 .16
Séhoo] soc. integration -.35 A7 -.39 .14 -.35 .23
23 .
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Second, the attitudes appear to be a bit more highly correlated witH the
number of groups that students choose to participate in during 1976. School
political interest in 1974, 75 and 76 was‘corre1ated with the number of
groups listed in 1976; the figures are .25, .21 and .24 respectively. The

\‘Egrrelations for school political confidence are .24, .20 and .28; figures for
school social intégration are .33, .23 and .31. This adds support to the view
that school‘political attitudes predispose students to active involvement within
the school.

The stronger relationship between‘thééé school political attitudes and
amount of participation compared to these same attitudes and simple participation
(in at least one group) also strengthens this position. There are many motives

.fqr participation in schoolgroups including the desire to be with a particular
friend, interest in the group subject matter (e.g. science club).or a desire to
imprové one's college application. The inclusion of students who participate
in one or two groups for these reasons would tend to weaken the relationship
between po1itiéa] attitudes and participation. The fact that these ré]ationships
are stronger when a student seeks out membership in man§\group settinés adds
suppbrt to the view that activity is arpolitica1 expressign.

A third observation from these corre]étions is that, as would be expected,
the attitudes toward the school as a puiitical system tend to'be more highly
related to the participation variables than are the general attitudes. Path

analysis of the 1974 data reported earlier found that the effects of the general

political at;itudes on participation were indirect, mediated by their impact on
the school attitudes (Eyler, 1978, AERA paper). One expects general political

predispositions to influence behavior within the schcol, only to the extent that

the school is viewed as a political system and these attitudes are transferred

to the school.




Attitudes are Related to the Type of Group in Which Students Participate

There are differences among the 33 groups examined in this study, and one
5f the most basic of these differences is between governance and non-governance
yroups. \The student councils, executive, and advisory committees were combined-
into a governance category,‘and all other groups including academic and sécial
ones wére grouped into a non-governance category. This dichotomous variable |
was then related to the 1974 attitudes. For all attitudes, the correlations
were modest, flthough statistically significant, given the large sample size
(N=530). The coﬂk91ations ranged froﬁ .07 to .24. The two highest correla-
+jons were= between group type and the two political confidence attitude §§a1es--
general (.23) and school (.24) political confidence. Sense of integration in
school (.17) and interest in school politics (.20) were the only other note-
worthy correlations. Whether the group has a governance fu tion, :Len, appears
to be modestly related to students' sense of being able to inf}uence decisions,

so that those with highei political confidence are more likely to seek member-

ship in governance groups rather than other groups.

!

Attitudes are Related to the Roles Students Play in Groups

hY

School political attitudes do appear to predispose students to join activity
groups within the school. This places the student in settings in which oppor-
tunities to participate in ways that will enhance the developmeht of politi~-
skills and a more sophisticated understanding of how groups work will occur.

The next issue that was addressed was the relationship between these predispo-~
sitions and the roles that students choose to play within the group.

Role behavidr. “Evidence of student involvement in particular functional

roles within each of the 33 groups was gathered by asking students to nominate
peers to role categories. Students nominated two or more times by peers are

considered to be role occupants. In a subset of these groups, observations of




30

role behavior were also made on a visit to a 7roup meeting. There were,

of course, fewer observed incidents of role behavior in one observation than
in peer nomination by students who based their assessment on considerable
experience with the dynamics of the group. In spite of this discrepancy,
there w;s considerable agreement between observation and nomination data.
See Table 2. Students do appear to play distinctive roles within actiyity

groups.

~

Table 2--Percent of students observed in role also nominated for that role

Organizer 68%

Advgcate 43% ‘
E Facilitator 62% .

Evaluator 449

Supporter 32%

Intensity of Participation. One way of looking at the role data is to

use it as a surrogate for jntensity of participation. Organizers and advocates
demonstrate the most intense levels of activity within the group; these roles
involve both time and public expressions of commitment. Observers, those not
nominated for any role, are the least involved. The other roles require more
moderate Tevels of involvement. ‘

Figures 1 and 2 show the relationship of general and school attitude means
for the high, medium, and low intensity categories of the behavior setting
sample. These are expressed in Z-scores based on the mean of the entire 1974

sample; this was the only year for which s have data on the school groups.




3
SN—

There was no c1é®r difference between level of intensity and attitu@e
means for the trust variables. For all variables, the school attitudes of
the group participants'differed from che sample mean'mOre dramatically than
did general socio-political attitudes. This is consistent with the earlier
finding relating the 9hoice to particip?te at all more c]&se]y to school thqg
general attitudes. School attitudes are thus more closely related to the
decision to participate, and to,the degree of participation within the group,
than are general attitudes. ot

Social integration is related to intensity of participation within the
group, although not as dramatically as are the political attitudes of interest
and confidence. )

The'pattern of ;elationships between political interest and political
confidence suggests that these attitudes help shape the experiences students
will have within groups as well as predisposing them to seek out group member-
ship. Stu?ents who take more active group roles are substantially more in-
terested and confident than their 1es§ active peers. (Figures 1 and 2)

These patterns are more pronounced for members of governance groups.
Those who take active roles differ substantially from the less active parti-
cipants, who are in turn considerably more positive in their predispositions
than the sample as a whole. The monotonic relationship of school attitudaér
to within-group participation contrasts with the pattern noted for general

socio-political attitudes where low and medium levels of participation are

§imi1ar and différ dramatically from high Tevels.
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Figure l--Attitude Means* by Intensity of Participation - All Groups
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l
The more pronounced relationship of political attitudes to level of
activity within the school governance groups is further support }or the
notion that such participation has a political character, that t%e school
is a surrogate political arena. Political attitudes of interesi and confi-

‘dence are related to joining groups; are more closely related té Joining

governance groups such as student councils and executive adviso%y groups;

|
are related to intensity of activity within groups; and more c1¢se1y to X
level of activity within governance groups. On this last po1ntL a separate ’

i
correlational analysis using the 1975 means found significant r@]ationships

between both general and school political interest and confidenke and active

, 1
involvement within governance groups. Attitudinal predispositi?ns thus
affect not only entry into settings where skill building activities will
occur, but also influence the nature of the participant experiénces within

those settings.

Attitude patterns for organizers and advocates. Students whd\p]ay parti-

cular roles within a group vary, not only in the intensity of theis\participation,

but in the tasks they perform and thus potentially in the po]itica]]§\usefu1 ’
skills they practice. Thus, attitudinal predispositions, if they are related

to selection of particular group roles to perform, may further shape the

direction of development of the student participant.

Some interesting differences appear in the patterns of attitudes associated
with the two most intense roles--organizer and advocate. These are illustrated
in Figure 3. Organizers, who are practicing skills of planning and organizigb —
group activity, are consistently more positive than advocates on school socio-
political attitudes and with one exception, less positive than advocates on
gen;ral socio-political attitudes. Advocates have a much stronger (Z = .74) sense v

of belongingness to the society in general than other role occupants, as well as

_—
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Figure 3 =-Attitude Means* for Organizers and Advocates
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stronger sense of political interest and confidence (Zs of .65, .66). They
are less positive fh@n organizers and supporters in their school attitudes--
although considerably\gbove the mean for the entire sample. One dramatic
departure from organiz;k, in fact, from all other roles, is in the area of
trust. Advocates have 16N$r levels of general {Z = -.22) and school trust
(trust in other students Z = -.08). ;
This configuration, for the advocate, of low trust and High political ;
interest, political confidence, and sense of integrgtion with the larger i
society, is similar to a numbsr of findings in the literature related to f
student activism. Kenniston, for example, found that activists were low in \
trust and high in their commitment to bringing about social change (Kenniston,
1968). Milbrath and Goel (1977) cite a number of studies that.associate both
conventional and unconventional forms of political activism with the combina-
tion of mistrust and strong political interest and confidence.

It may be that students recognized by their peers as strong advocates
of particular points of view, who are not also nominated.as organizer:‘or
group leaders, may share the characteristics of the activists identified in
these‘other studies. This is additional evidence to support the view that ‘rote
differences which entail the practice of different political skills exist and
that students are predisposed by their pattern bf socio-po]ifica] attitudes
to particular types of within-group experience.

Holding school offices. In addition to peer nomination and observation

) data on leadership roles, we also asked students in the 1976 questionnaire ]
to list schoolwide or groqp”qffices that they had held during high school.
* All general and schop}/ﬁftitddes for 1974, 75 and 76 were significantly
(cg}related with"d;%ice holding rgported in 1976, with school political attitudes ;

i of interest, confidence and social integration showing the strongest relationships.

RIC 40 1




See Table 3. This supports the role find%ngs‘which suggest that attitudes

_.shape the quality of within group experiences as well as the simple entry

into participation settings.

Table 3--Correlation of attitudes with number of offices held

Number of offices reported it 1975

74 attitudes 75 attitudes . 76 attitudes
L 76 offices 76 offices 76 offices
Sch. pol. interest : .31 27 .26
Sch. trust students .19 .18 A4
Sch. trust in adults .23 .23 .1§
Sch. pol. conf. .32 .29 .32
Sch. soc. integratign .38 || B .33

0ffice holding was.also related, as would be expected, to whether the
student had partigipated in school groups all three years. For those who had
done so, 62% reporigd holding'aﬁ"a?%{éé, whereas only 32% of participants
for two years had Epe opportun1ty to participate Jn this type of leadership
role, and none oﬁ/fhose who part1c1pated for only one year reported having
done so. Both continuity and amount of participation, both associated with
socio-political attitudes, will enhance the likelihood of the students occupyirg

a formal leadership role during the high school years.

.

Activity Groups Di“fer in Se]ecied'Political Characteristics

Up to this point, we have identified some ways in which the ejperiences
students have are shéped by their attitudinal prediqusitions; their partici-

pation, amount of participation, choice of type of group, activity level within
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the group, group role, and service in a leadership position are all related
to attitude variables. The students' experience will also be shaped by
characteristics of the groups themselves which are independent of their own

attitudes. \

3

Concentration of leadership.- There is considerable variation across khe
grouns in measures of diffusion or concentration of leadership, if we consﬂder
the percentage of students nominated at least once for the organizer role as
an index of concentration. The range of nominations across all 33 groups was
from 21% to 62%. This pattern was not related to group type (governance vs.
non-governance) but waslassociated with group size; smaller g:'oups were more

diffuse. The group that a student enters may offer considerably different
X,

opportunities td practice skills of group leadership than some other activity

group.

Concentration of participation. There were two ways to assess participa-

tion. The percentage of students nominated as supporters--those who carry out

group tasks--varnied from 21% to 83%, suggesting wide variation in participation

in group activities among groups. Group size was also a factor; as was noted

in Barker and Gump's work {1964), smaller groups have more difficulty filling

task roles and offer more opportunities and encouragement for «:tive membership. l
Students were also asked to characterize participation {n their group--by i

a few; the majority; almost all members. In 211 but four of the 33 groups, 50% i

or more of group members were in agreement. 1In 12 groups, a few of the members !

were viewed as doing most of the work; in six the majority participate; in 11

néarly everyone participates. |
The assessment of group participation was not related to student attitudes;

this, coupled with the agreement among group participants, suggests that the

climate of participation offered by a particular group may differ a good deal

12
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from that offered by another group. The likelihood that students will actively
practice skills of group participation as well as group leadership ﬁ?ﬁ] differ
depending on the group they join.

Group decision rule. Students were also asked to characterize the way

in which decisions were made within the group. As in group participation, the
students' perception of the group decision process was independent of their own
attitudinal predisposition and there was substantial agreement within each group,
although there were more groups in which participants disagreed, than there

were with participation (nine as compared to four). Seven groups were charac-
terized as having decisions made by a few members of the group; seven indicated
a majority rule process; and nine indicated a consensual decision-making process.
The strategies necessary to influence decisicns following each of these rules

are scmewhat different and participation in these varying processes might be

expected to have a differential impact on students' political learning.

/ Relationship of participation to decision-rule. A&s might be expected, the

siudent description of degree of participation is significantly related to the
type of decision ru]e the group practices. The groups neported %o have a low
percentage of participation were a]so more likely to have control of dec1S1ons
in the hands of § few group members; the reverse was true for groups with more
diffuse participation. The consistency of these findings adds support to the
view that groups offer differing kinds of po]itica! experience to their parti-
cipants quite apart from the predispositions that may have led students to initial
involvement. The relationship between group participants and’group decjsion-rﬁle

are shown in Table 4.




/
/

Table 4--Relationship of group participat%on to group decision rule’

1
'

Group Decision Rule

One person " Few Majority Everyone n

Few 1 9%, 0% 35% 153 | 175

Group ; .
Participation Majority 2 6 21 42 31 146
Almost all 3 6 17 37 % 120
NS 124 167 N9, 441

£

¢
\

Relationship of Participation t6 Students' Understanding of the School Poxitical
Environment - N .

\
Attitudes appear to shape student participation experiences both in quiptity
and quality; there is less evidence available to link these experiences with
political understanding or skiil. Whiie data were not explicitly gathered to.
test- the impact of participation, there is some limited eQidence from the 1974\
systems questionnaire that suggests that students who participate differ somewhét
in their awareness of the school political arena; their perceptions of how the '
decision-making process works; and their sense of how the process should work.
Decision awareness. Students were asked to list important decisions that

\ R .
influenced nearly everyone in the school. Students who participate listed sig-

njficant]y more decisions on average than did -non-participants. They were more

aware of the political processes of their school and hence more likely to increase
their understanding of how decisions are influenced. They were also significantly
more likely to feel that students do influence school rules.

-

Perceptions of Schoal Political Processes. Participants had a more complex

view of how administrators, teachers, and students exercise influence than did
nén-participants. While non-participants considered position to be the key
resource in the influence of administrators and teachers, participants were
significantly more likely to add persorality to the pool of resources. Partici-

pants were also significantly more likely to view the political skillfulness of
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of students as a resource in influencing schﬁo] decision-making. They were
also significantly more likely to view influence as a reciprocal process,
rather than as largely a one-way flow from adult authority figures in the
«chool. Participants appear more aware of thé informal elements of the '
political process. These differences suggest a more comp]ek and sophisticated
und:??tanding of how the political decision-making process works which may
result from their observation of and participation in that process.

Optimal Decision Rule and Leadership Style. Both participants and

non-participants split their votes between majority rule and consensus when
asked for the ideal school decision rule, but participants were significantly
more likely to opt for majority rule as the ideal policy; those who were not
participants were more likely to favor use of consensus. Participation may

lead to a more pragmatic view of how t\e political process should work.

Both participants and non- part1c1p;hts tended to support the view that

leaders should influence their fo]]owers‘by effect1ve and rational persuasion
but a significant minority of non-part1c1pants (20%) supported an autocratic

leadership style.

Fffects of School S.E.S. and Size on Attitudes and Participation

Two School-level characteristics which might influence the attitudes and
participation behavior of students are socio-economic status and size of schools.
In order to examine this possibility, each school-level variable was related to
the student attitudes and behaviors. In the case of S.E.S., individual student
data were not collected. This would have been desirable, of course, but the
researchers were actually turned out of one school during the second year when
collecting such data from students was suggested to school officials. But prior
to student data collection, principals were asked to characterize the socio-

economic status levels in the schoql. Their responses were corroborated by
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school visits, and the schools were split into two groups, the first being
those whose Sstudents had parents predominantly from working class and lower
middle class occupations, while the second group of schools reflected parents
in predominantly professional and other upper middle class occupations. School

size was dichotomized,-so that small schools ranged in size from 325 to 1,100

- students, and large schools from 1,500 to 2,500 students.

School Socio-ecohomic status. The differesces in mean attitude and group

participation scores for 16w and high S.E.S. schools are rather small, and there
is no clear ?attern among them. Both low and high S.E.S. schools are slightly
higher on some attitudes and lower on others. Given the lack of any clear
pattern of differehces, it must be concluded that there is no systemat}c in-
fluence of school S.E.S. on attitudes.

There is no difference on the student within group participation variable,
o

“

either, for any of the three years. However, the lower S.E.S. schools do appéar
to h;ve students who report belonging to more school gqggps, and holding mqre
offices in sghoo] groups, than the higher S.E.S. schools. \

Given no clear direct relationship between school S.E.S. and student
attitude/participation variables, we turn to the question of whether school
S.E.S. might moderate the Lcross-years correlations between attitudes and
participation which were studied above. The many pairs of correlations, one
each for low and high S.E.S. schools, yielded no consistent patterns of differ-
ences. In fact, the comparisons fayoring high S.E.S. schools were about cancelled
by those fAVOring low S.E.S. schools. It must be concluded, therefore, that not
only is there no systematic direct relationship between school S.E.S. and student
attitudes and group participation, but school S.E.S. also does not moderate
relationships between student attitude and participation variables.

School size. The same two analyses reported above for school S.E.S. were

carried while controlling for school size instead. For 1974, students from
46
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small schoo]s/hgd more positive attitudes, but this clear difference did not
hold up for 1975 or 1976, when the comparisons are mixed. The smaller schools
do have students who report higher'hithin-group participation levels, more
group memberships, and more offices held, however.

When the possible moderating effects of school size on across-year
attitude-participation correlations was examined, there were no systematic
differences between the correlations examined. The relationships tend to hold
in small schools just as they do in large schools. |

This analysis shows, therefore,’that there are few clear effects for
_dchool S.E.S. or size. For 1974 attitudes, students in small schools ten& to
have more positive attitudes, and the small schools also have higher rates of

group membership, within-group participation, and number of offices held.

SUMMARY OF FINDINGS

The study yielded a consistent pattern of findings which conformed largely
to predictions. The first stage of political competﬁnce; the basic core of
attitudes such as trust, social integration, political interest and political
confidence, do appear to predispose student; to enter into voluntary group
activities in the high school. Attitudes are related to the simple fact of
participation as comparéd to non-participation in each of the 3 years of the
study and year's attitudes predict participation in subsequent years. These
attitudes are related not only to simple particigﬁtion, but also to the number
of groups that students indicate they haQe participated in. Data on number of
gFoups were co}]ected in 1976; attitudes measured in 1974 and 75 as well as 76
are associated with it? School attitudes were consistently more closely associ-
ated with participation within the high school than were the parallel general
attitudeg; for these attitudes to influence participation in the high school

as a political arena, they must first be tranﬁ;q;red to the school.
£

4‘4
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In addition to participation, attitudes, particularly the more explicitly
political attitudes of political interest and confidence, are associated with
the level of activity within these governance groups.

The attitudes that predispose students to seek out arenas in which to
participate, also shape the kinds of activities they undertake witQin'these
groups. Attitudes of social integration, political interest and political
confidence are all related to the intensity of participation; more positive
students take the\most active roles within groups.

An interesting pattern of attitudes was noted for the two most active
occupants of the two most active functional roles within groups. Organizers,
who plan and direct group activity, were more positive in their school attitudes
than are advocates, who are noted for th@ir championing of particular points of
view. Adbocates are comparatively more positive in their attitudes towards the
wider political system, with one exception. They are dramatically less trusting
than occupants of all other role categories; their average trust is, in fact,
lower than the entire sample mean for 1974 when role data were collected. This
whofe sample includes a substantial percentage of non-participants who tend to
have much lower attitudes than participants. This pattern for the advocate is
consistent with the literature on social activism and adds further support to the
view that attitude predispositions will shape the character of the experiences
that students have within the school political arena. LI

The relationship of attitudes to another measure of leadership activity,
the holding of school offices, was also consistent with other findings presented
here. Attitudes in all three years were associated with the number of offices
that students listed in 1976; social integration, political interest and political
Sﬂéfidence, a4%in bore the closest relationship to intense political activity.

In additiod to the impact of attitudinal predisposition on the quality of

4
student political experience in the school, it was also assumed that the groups

«
»

-
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might differ in the political environment they provide. This proved to be

the case. There were distinct differences in patterns of leadership, diffuse-
ness of participation and the type of decision rule practiced in different
groups. Student opportunities for political learning will be shaped by the
idiosyncracies of particular groups in which they participate.

While the focus of the study was not on the impact on political learning
of the varying types of political experience observed in the sample, there was
limited evidence that imight be construed to suggest that participants are
somewhat more aware of the political processes of their school, that partici-
pants have a more complex understanding of the informal influence processes tﬁit
operate in a political system, and that they have a more pragmatic view of how
the political process might best work, Wk ~n Eompared to non-participants.

It had been anticipated that schools attended by students who are from lower
and lower middle class homes might have a lower degree of participatiom than those
with students ﬁ}om higher S.E.S. backgrounds. This did not prove to be the case;
in fact the slight trend in this small sample was in the direction of more parti-
cipat%on and office halding in the lower S.E.S. schools. As.expected, S.E.S. of
the school did not affect the relationship between attitudes and participation
within those schools. School size d:d have some effect on participation;-smaller
schools had somewhat greatér participation. Again, the relationships among
variables were not affected by this factor.

The major thrust of the study has been confirmed. Attitudes which pre-
sumably are well developed by high scﬁoo] are, in fact, associated with partici-
pation behavior both quantitatively and gua]itative]y within the po]itipa] arena
of the high school. This has implications for further research and school prac- ‘

tice. ¢
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IMPLICATIONS FOR THEORY AND FURTHER h{fEARCH

\

By using political attitudes to predict participaéi?n behavior rather
than as outcomes of school experience, this analysis suggests a way to bridge
a major gap in political socialization theory. General or n-issue specific

political attitudes are well established before high school; these same atti-

. tudes are associated with adult political behavir~, Since it i apparently

- mot-an important molder of political attitudes, tka place .of the igh school

in furthering political competence has been in doubt.
By establishing the high school as a political arena where ‘these attitudes

are expressed in participation behaviors, this mocel suggests that the primary

-contribution of the high school to the devélopment of political competence may

lie in the effects of this participation. Specifically participation within

the school political arena in varied group settings, in leadership and partici-

’

pant roles, and in school decision making processes is expected to contribute

46

to the development of the behavioral component of political competenceé, political

skill. : | a

A second effect of this participation may be to contribute to the main-

tenance of the positive political attitudes developed prior to high school.

The fact that political attitudes associated with adult political behavior
generally are well established by the eighth grade does not guarantee that they
will remain stable throughout adolescence and adulthood. Recent research has
traced a steady decline in such attitudes as trust in government institutions
and potitical self-confidence in the American electorate over the past decade.
(Mif1er, 1974) If the development of political competence is a cyc]iclprocess
as M. Brewster Smith suggested, then one would expect experiences which build

political skills to sustain the students' initial poiiticalkconfidence and

EY

o0

" interest, perhaps offsetting some of the forces 1cting to gydercut these positive
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political attitudes often assumed to be imsortant for maintenance of the
political system. y

The findings suggest further lines of research and theory deve]opment:
The strong relationship between general political and school political at%i-
tudes lends credibility to the view that the school is a surrogate political
system. This suggests that further theoretical development and empirical
investigation of school experience from a political science perspective will
be fruitful. Greater‘attention should be devoted to describing the school as
a political system.

More adequate descriptions of schools and settihgs within schools are
necessary if the effects of participation on the development of political
competence in students are to be identified. Also critical to ascertaining
the impact of the schooling experience is adequate identification and measure-
ment of appropriate outcome variab]es; Since development of participation
skills, rather thag political attitudes, appears to be a preduective focus for
research during the high school years, greater attention must be paid to iden-
tifying and measurin§ the decision making, leadership and participation skills
that are desired og}comes of political education.

More adequate description of the political characteristics of schools
and identificaticn of appropriate socio-political skills will allow a number
of questions suggested by this research go be answéred. It will be possible to
learn whether political skillfulness does in fact increase during the high
school years, or if 1t, 1ike political attitydgs, develops at an earlier age.

It will be possible to determine what types of school experience, if any,
contribute to the development of this skill component of political competence.
It will be possible to find out if political behaviors expressed in a particular

school context, transfer to other settings, or are related to effective adult

po]iticaﬁ behavior.

ol
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Better description and measurement'of school political experienée and
- ~ political skills will also facilitate exploration of possible eFfecfg of

participation on attitude development. Although this research is based on
the assumption that attitudes lead to participation in skill enhancing activities,
there are two ways in which the reverse effect might be anticipaféd. As previ-
ously noted, the development of political competence is a cyclic process. With
adequate measures of political skill it will be possible to determine if in-
creased skillfulness from participation experience does have the effect of
maintaining or increasing positive attitudes towards the political system. It
is also possible that the negative cycle can be interrupted; participatio&ex-
periences which increase skillfulness may have a remedial effect on political
attitudes for those students who enter school with comparatively negative atti-
tudes towards the political system and themselves as citizens. Evidence consis-
tent with this view has been developed in studies of these attitudes in an

alternative school setting. (Metzger & Barr, 3978)

IMPLICATIONS OF THE MODEL FOR SCHOOL PRACTICE

The recognition that political attitudes are predictors of participation
in the political arena of the high school, makes clear that high school is a
relatively late influence in the cycle of development of political competence.
The voluntary nature of school activfties in tne typical American comprehensive
high school, coupled with the fact that student propensities to participate are
probably formed prior to high school means that the high school will not have a
monolithic influence. The richness of the political environment for any parti-
cular student is dependent on that student's decision to become involved in

available settings. For students who do not choose to involve themselves, the

Q 5522
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high school may be irrelevant as a factor iﬁ their political development. Even
students who choose to engage in school activities may elect to participate in
ways that add relatively little to their political competence. In some schools
there may be relatively few opportunities for participation in roles or settings
that will facilitate the development of political skillfulness. The influence
of the high school political arena is thus likely to be rather haphazard.

If one wishes to increase student po]1t1ca] competence, one cannot rely on
the political arena provided by voluntary group activity. Th1s approach assures
that the competent will become more so and students already deficient in political
skills will remain deficient. If political skillfulness is a desired goal, then
systematic attempts to achieve this goal must be made.

One way to intervene in the cycle of deve]opmenf is through the curriculum.
Both 1nformat1on useful for a sophisticated understanding of political partici-
pation and training in actua] part1c1pat1on skills can be provided through in-
struction. Although much secondary civics instruction continues to be bland,
misleading and redundant (APSA,\197]), there is evidence in Litt's study of the
impact of text materials on the socialization of adolescents that the curriculum
can make a difference. He found that students using text material which portrayed
the group nature of political influence and the conflict inherent in the political
process had a more adequate view of politics, than students who were exposed tn
materials stressing loyalty and individual citizen efficacy. (Litt, 1963)
Adolescense is an appropriate period for the study of po]jtica] conflict and
effective strategies of political influence, as well aé political skills; students
are likely to have the cognitive capacity to master these complex concepts and
the interest necessary for effective instruction. (Riccards, 1973) Efforts can
also be made to teach the group process skills necessary for personal political
effectiveness. The classroom offers maximum opportunities to manipulate student
experiences; each student can be assured of the chance to participate in a variety

S3

of leadership and participation roles.
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The natural political environment of the school can also be utilized in

a more systematic way than is pro&ided through voluntary activities. Study
of the political system of the school can serve as an initial link between
classroom learning and political practice. The hidden curriculum can become
part of the formal political education curriculum. ¢
School governance can also be organized to encourage more, and more varied,
participation by students. There are a number of examples of such attempts)to

involve students in school governance in both alternative schools and public

high schools. The impact of the§e experiences on political competence remains

\\\ to be studied.
\\\\‘ Attempts to involve students ih participation experiences within the wider
po

Q}ica] community is a natural continuacign of this effort to 1ink classroom
learning with political activity.

The focus on designing strategies for development of political participation
skills during the high school years seems appropriate in light of the early
development of the attitude component of political competence, and its effect
on channeling students into potentially skill building activities. Eéfore
effective programs to achieve this end can be created, é good deal more theo-
retical and empirical work remains to be done. As the political system of the
school is moré adequately described, and as more is learned about the kinds of
school experiences that contribute to political competence, systematic attempts

to organize sciool decision making to involve all students in such experiences

may be made.
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APPENDIX A
\\

ROLE DESCRIPTIONS

ORGANIZER - The key is verbal or obvious non-verbal behavior directing
others, oehavior to be coded would include calling meetings to order and
directing proceedings, assigning tasks, de%ining purpose of meeting, relat-
ing tasks of the group to larger system or other groups, re]aying directions
from outside the group (e.g. principa]'s requests to department, school board
ru11ng to the faculty, dec151ons of the faculty to student council). Indivi-
‘ dua]s who take responsibility for committees or other task sub-groups arc also
organizing (code committee report giver as organizer). Although organizer
behavior will frequently be associated with formal leaders, this is not
necessarily the case. An advocate of a particular ppsition may, for example,
organize others to advance the position. When he or whe is planning and

directing the activity of others, the person is an organizer.

ADVOCATE - The key is strong association with a particular position; alterna-
tive or candidate. To be co&ed advocate (as opposed to supporter) the indi-
vidual must actively promote the alternative in a sustained manner (e.q.
articulate presentation of position, attempts to comvince others of position,
clear identification with position) and show enthusiasm for position. The
person who originally advances an alternative is likely to be an advocate.
Alternative suggestion that is casual, or which includes a ndmyer of alter-
natives and possibilities is not advocacy even if it is the inftia] intro-

duction of the idea. (code facilitator)

n
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FACILITATOR - The primary behavior of the facilitator is that which makes

the group move mcre smoothly. This—includes reducing tension, helping include
everyone in group decisions, and promoting compromise. Behavior that bears on
te: sion in the group might include, jokes or remarks which reduce conflict,
cheerleader behavior which promotes enthusiasm for the group or its task, or
suggestions that pull the group away from personal conflict and back to the
task at hand. Behavior designed to enhance the flow of ideas tends to be low
key and supportive, where an organizer might ask each member to state his or
her position, the facilitator is more likely to say 'I'd like to hear some
more ideas,' 'Jeff, you had an idea on this, tell the group what you think,'
or 'Joan, what do you think?' The facilitator may also suggest a series of
unmentioned alternatives and may summarize previous contributions and try to

suggest a compromise or a way to combine alternatives to meet with maximum

approval. This role may be played by the organiiér ,i some groups.

EVALUATOR - Key to this category is the articulation of a standard for judgment
and comparison of alternatives with this standard. One would expect to find
evaluators systematically identifying pros and cons of each alternative Qith
regard to the goals at hand. Someone who leads the group in such an analysis

would also be coded evaluator, i.e. the one who forces this decision-making

perspective on the group.

SUPPORTER - Key is carrying out the initiatives of others. Support behaviors
may be verbal, e.g. speaking in agreement with a position, providing infor-
mation either spontaneously or as a result of assigned research and volunteering
for assignments, or physical, e.g. working on commi ttees, agreeing to carry out
individual tasks, appearing in mass demonstrations such as pep rallys, marching

in the band, playing on the team, decorating the dance, etc.
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OBSERVER - The observer is a member of a group who does nothing except attend
meetings, vote, and perhaps provide some very minimal degree of verbal support.
Anyone who appears minimally attentive and does not make any iarger contributions

to the group is an observer.
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Techniques such as biéfeedback training, meditation, and certain
psychoplfysiological dlsc1p11nes, which train attentlon, ,may be w1dely
smyseful in classrooms, in counseling, and in other 1nformal ‘education-
al settings. More generally, the sélf-regulatory abilities bf indi-
viduals may become the basis for entirely new educational ph}loso— )
phies and pedagogical apprbaches. .

f

h. Th; role of stress and anxiety in reducing teachers' effectiveness
and limiting students' abilities is well. documerted. Traininghin
. techniques .to relieve tension and reduce Stress--suchsas relaxa®ion
training or medltatlon——are already being 1n£roduced in various edu-
cational settlngs ang may gradually find more pervasive applications ’
among teachers, counselors, and students. The apparent abilit§ of
these approaches to enhance positive, empathie’ relationships among
students and between students_,and teachers certainly increases their
appeal. 1In general, educators and students may expect, Rore warmth,
mutual support, and trust to characterize their 1nteract10ns and the
learning environment. ] N e
i.  Findings in consciousness research clearly demonserate that
"ordinary consciousness™ is but a small portion of tﬁ%ﬁl meneal,
activity, that the role of unconsciols processes is far greater -
than is ordinarily assumed, and that "unconscious knowing" is a
pervasive aspect of experience. BAdditionally, it is-known that
individuals have access to different réalms of experience, know-
ledge, and ability in different states of consciousﬁese."The
societal assimilatiqn'of this knowledge is lik'ely to affect every
aspect of education, from its overall goals or' objectives to
epecific teaching and learning techniques, . R
The active role of human consciousness in shaping reality may be
one of the principal organizing themes of‘an eTPchng educatlonal q'
paradigm, . ; :
. - »
Increasing recfggnition and education of multiple cognitive pro- »
cesses may become more widespread. Therefore, a key direction

- for education may be the appropriate use of approaches such as

relazation training, psythophys:ologlcal skills training, medi- . -
tation, and hypnosis to foster relaxed and receptlve mental func-  /
tioning, and of technigues such“as role playing,” licid dreaming,
faneasy, and guided imagery to engage imaginative, analogical, *

and intuitive processes and enhance creativity and learning.

~ -

Similarly, Roberts argues for curricular "redomaining” so that
education addresses all dimensions of human experience and beha-

vior in all states of consciousness.-' . o

- . - L) .

% ' - .
Exploring dlffcrences among ethnic groups on these dlﬂenSlOnS e. N

ray constitute an interesting avenue of rescarch,

-«

with the above changaes cbmes a need for,new forms of oualxtat1Ve )
evaluation and testing, Eigner sucgrsts such concepts as "cdu-
cational connoisseurship,” or appreciation,




